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Improving Classroom Talk:
Reflections From a Substitute Teacher(!;>
ARTICLE BY BETTE

J.

SHELLHORN

I am a teacher-researcher. Like many
of my colleagues, I have become very
interested in classroom talk, both talk
between students and myself, and talk
among students. I would like to increase
students' opportunities to talk about the
rich ideas that emerge from the books
that they read, the activities in which
they are engaged throughout their
school day, and the experiences they
have had in the course of their young
lives. However, I face a challenge that
many of my colleagues do not: I am a
substitute teacher. This means that my
desire to enhance students' opportunities for meaningful classroom talk must
occur in my colleagues' classrooms and
under circumstances that are, at best,
challenging. These challenges stem from
many sources. First, the students in the
classrooms rarely know me, nor do I
know them. Second, the teachers who
normally teach these students do not
know me or what I can do with their students, nor do I know the teachers' goals.
Third, because of so much unfamiliarity,
the activities with which I am charged
often are designed to insure that the day
runs smoothly. This often involves a
focus on independent seatwork or strictly controlled whole-class activities.
Yet, as a substitute teacher, I am just
as committed to creating opportunity for
meaningful classroom talk as are my
full-time teacher colleagues. Thus, I
decided to focus my teacher-research
for the 1994-95 academic year on ways
to improve opportunities for meaningful
classroom talk through my role as a substitute teacher. In other words, as a substitute teacher I sought ways to improve
MI C HI G AN READI NG J OU R NA L

my teaching practices by collecting data
as I taught, reflecting and analyzing the
data, and then using the results to
improve my instruction. I researched my
own instruction within the classroom.
This process of research focused on my
teaching in the classroom. My findings
are interesting for classroom teachers
who leave the daily plans for substitutes
in their classrooms and for other substitute teachers who face the kinds of challenges that I do on a daily basis. In this
article, I describe my study, the way I
recorded data about my experiences,
and what I learned.
Rationale for the Study:
My First Thoughts
I first became interested in classroom
talk during my graduate studies at
Michigan State University. When I took
the Professional Seminars in Literacy
instruction, Jim Gavelek and Taffy
Raphael, my instructors, introduced articles about classroom talk These articles, in combination with the courses'
emphasis on teacher research greatly
irLfluenced my thinking about my own
teaching. The ideas I read about in the
articles, class discussions, and interacting with my peers in a small teacher
research inquiry group helped to shape
my plans for teacher research on classroom talk As a teacher-researcher I
looked for ways to use what I was learning as a graduate student to improve my
teaching practices. The teacher research
project was a way to monitor my teaching practices through my research in the
classroom.
As part of the Professional Seminar, I
ll
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to push and stretch their knowledge.
The lesson taught needed oral work, as
opposed to silent, individual work. The
flow of the lesson should move from
experiences (personal sharing) to concepts (thoughts or opinions).

read articles by scholars such as Corson
(1984), Vygotsky (1978,1986), Wells
(1992), and Edwards and Mercer (1989),
each of whom focused on various
aspects of creating contexts for meaningful talk among students in schools.
Corson (1984) placed oral language on a
higher level than I had considered previously. He states in the article that reading and writing both have their bases in
oral language. One study cited in the
Corson article, Gray, Saski, McEntire, &
Larsen (1980), found that older children
and adolescents need to be competent in
oral language to be successful in reading, writing, and spelling. Oral language,
therefore, changed the focus of literacy
instruction in the classroom for me. It
was something that I could use as a tool
to develop the students' minds and their
language practices during a lesson. By
carefully developing the oral language
activities in the classroom I could develop their reading, writing, speaking, and
listening abilities. Since I felt strongly
that talk meant more than simply
responding to my questions using "yes,"
"no," or short phrases, I wanted to
encourage students to engage in higher
mental processes such as reasoning,
problem-solving, making intertextual
connections that characterize literate
thinking. I felt that such talk included
interacting with me, as well as using collaborative talk, or talk that develops
within smaller groups of students. With
this knowledge, I began to develop criteria for what I thought would define rich,
meaningful, supportive classroom talk.
The important parts of oral work in the
classroom first developed from a context of the lesson. The talk needed to
relate to the lesson and not be off task.
As the class talked, the collective memory needed to be developed by using higher mental processes. The collaborative
talk needed to construct or create the
knowledge through the oral work. The
students needed to use critical thinking
MI C HI GAN R EAD I NG J OU R NA L

Figure 1

CRITERIA FOR
MEANINGFUL TALK
1. Establishes a context for learn-

ing.
2. Relates to the context of the lesson.
3. Develops collective memory.
4. Uses higher mental processes.
5. Constructs knowledge with collaborative talk.
6. Uses critical thinking during the
lesson.
7. Uses oral work during the lesson.
8. Moves from experiences to concepts.
A second scholar who influenced my
thinking was Vygotsky, a developmental
psychologist from Russia who had written several books about the relationship
between language and thought
(Vygotsky 1978, 1986). Vygotsky suggested that thinking develops as a result of
the child's interactions through language. One of his concepts I found particularly useful is the Zone of Proximal
Development (ZPD). The ZPD is the distance between what a student can do
using independent problem solving and
what a student can do with the guidance
of a more knowledgeable person. By
using the concept of the ZPD, I could
guide a students' thinking and knowledge about a subject while we talked
during lessons. In this way I could help
12
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the students in a classroom to develop
to their potential learning during a lesson (Figure 2). Vygotsky's idea that,
"What the child can do today with help,
tomorrow he will be able to do alone,"
gave me an outcome to work toward as
a teacher while I am instructing the
lessons, even if I am only in a particular
classroom for one day. In other words,
by using oral language during my teaching, I could teach within the ZPD for the
students.

experimenting. Collaborative talk can
help to create solutions that are greater
than individual findings. In the classroom, groups of students can also talk
about the lesson to develop their own
ideas. For example, one class worked in
groups of four students to create a booklet about an animal. The groups discussed which animal they would use,
how they would create the booklet, and
then they worked together to make the
booklet, which was then shared with the
rest of the class.
Another article, by Edwards and
Mercer (1989), explained how to use the
context of a lesson to build a group
remembering, or collective memory.
Collective memory is developed by using
the knowledge learned in previous
lessons as a context to start discussion
and then building on what the students'
already know collectively about the
topic as the lessons progress. The
knowledge base of a lesson grows as the
interaction between the students and
teacher evolves over the course of the
lesson. I liked this concept. I could
enhance my students' collective memory
by using rich classroom talk in my interactions with students and their interactions with each other.
For example, during a long-term
assignment, I taught a unit on the gray
wolf. I read aloud, The Call of the Wild
by Jack London. At the end of the book,
we did a follow-up lesson about Buck
running with the wolves. This lesson
formed the base of the context for the
unit. The unit was introduced using a KW-L chart (Ogle, 1986). As we talked
about the gray wolves, collective memory was developing. One student said he
saw a gray wolf in Northern Michigan.
Another student explained where he saw
a wolf, what it was doing, and he
described its appearance. Other items
were added to the "K" column of the
chart that we knew about the gray wolf.
Several students asked relevant ques-

Figure 2

ZPD
STUDENT----POTENTIAL
INSTRUCTION
I can push a student's thinking to
develop the potential that would not be
attainable without my instruction. In the
classroom I may ask questions that
stretch the thinking about the lesson or I
may offer an oral example that pushes
the students to develop their thoughts
about the lesson. For example, during an
economics lesson, the concepts of supply and demand were discussed. I asked
the class to think about how supply and
demand would look for a person who
owned a bakery. What would be the concern of the owner? What would be the
concern of the customer? My oral questioning pushed the thinking and the class
participated in a rich discussion.
The idea of developing a child's
potential can also include working with
other students to collaborate (Wells and
Chang-Wells, 1992). When students work
together in a group, they construct, or
develop the meaning about the lesson
together as they use critical thinking and
meaningful talk to discuss, or collaborate, in the group. Collaborative talk can
allow two or more students to solve
problems together, share what they read
or write, and discover new ideas through
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tions which led to filling in what we
wanted to know about the gray wolf in
the "W" column of the chart. The class
discussion blossomed to even include
meaningful talk about how the gray wolf
is an endangered species.
In looking at talk within the classroom to include the concepts of the ZPD
and collective memory, I saw a continuum emerging, from the negative examples of talk during instruction to the rich
collaborative talk. I had identified a
range of what I could see in a classroom.
No matter where a class began at the
beginning of the day, I wanted the class
to move up the continuum as far as I
could take them, toward meaningful collaborative classroom talk. I defmed one
end of the continuum as negative, or off
task talk, any talk that is unrelated to the
lesson. Next, students can be on task,
but silent. Third, students can be on task
and talk about the lesson, but not in
depth, merely stating the facts in a rote
fashion. The fourth position can be
meaningful talk about the lesson, but
between an individual and me. The fifth
possible position, and the one I moved
the class toward, is meaningful collaborative talk, where groups of students are
using meaningful talk to construct
knowledge of the lesson together
(Figure 3).
I saw this as an important aspect of
teaching. By developing rich classroom
talk on any given day I could offer quality instruction by encouraging worthwhile classroom talk and still keep with-

in the limits of my situation as a substitute teacher. As I reflected on this I realized there are things that the substitute
teacher can do to encourage rich, worthwhile classroom talk during the lessons
while he or she is in the classroom.
From the articles read, I found four
principles that helped to improve my
teaching in the classroom. The oral language work allows the talk in the classroom to foster the classroom discourse,
or ways of being that integrate words,
acts, values, beliefs, attitudes, and social
identities within the classroom.
Discourse has been called an "identity
kit" and brings a sense of belonging as
well as a sense of the group's language
(Gee, 1989). The principles are:
• Oral language can be used as a tool
to improve the lessons.
• Oral language can be used to teach
within the Zone of Proximal
Development.
• Oral language can be developed to
encourage collaborative talk among
students.
• Oral language can be used to develop a group remembering or collective memory.
Thus, my research questions were: (1)
How can I encourage worthwhile classroom discourse as a substitute teacher?
(2) How can I help to improve classroom
discourse as a substitute teacher? The
type of research l _used could be
explained as, teacher as researcher. I
used my own teaching practices as the
data for research. By reflecting on my

Figure 3

CLASSROOM TALK CONTINUUM
Off Task
Talk

On Task
Talk

On Task
"Yes/No"
Talk

Interactive
Talk

Collaborative
Talk
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Figure 4

DISCOURSE CHECKLIST
TYPES OF DISCOURSE USED IN THE CLASSROOM

Answering
Arguing
Asking
Clarifying
Confirming
Conjecturing

Comparing
Contrasting
Defining
Demonstrating
Evaluating
Explaining

Judging
Justifying
Interpreting
Modeling
Monitoring
Paraphrasing

Predicting
Relating
Representing
Summarizing
Telling

arrangements, specific activities that
encouraged discussion, and the students' responses to various activities
and assignments. Over a period of time, I
was able to trace patterns by reading my
previous entries. The daily writing of my
own thoughts and concerns was a picture of who I am as a teacher. The journal was valuable to me. Second, I kept a
discourse checklist which listed all of
the kinds of talk that I had read about,
observed, and remembered using in my
own teaching. Such a checklist helped
remind me of the range of possible ways
of using talk and helped make visible
any patterns that were prevalent in a
given classroom (Figure 4).
Third, I thought it useful to have
information about the general classroom

instruction I was able to find qualitative
data that I could analyze and then find
ways to improve my instruction.
Data Sources:
Keeping Track of Each Day
I relied on four different data sources
to help explore my research questions
about enhancing opportunities for meaningful talk in the classrooms in which I
worked. Being a substitute teacher
offered a wonderful opportunity to learn
about different ways that classrooms
might be structured and different kinds
of activities that might be effective ways
of increasing meaningful interactions
among the students and teacher. Thus I
kept a daily classroom journal to record
such things as diagrams of the seating

Figure 5

CLASSROOM STATISTICS
TYPES OF STATISTICS USED

Size of Class
Size of Room
Classroom Organization
Rows
Pairs
Groups
Interaction
Teacher - Student
Student - Student
Positive or Negative

Activity Level
Attitude
My Attitude
Class Attitude
Behavior
Cooperation
Lack of Cooperation
Discourse
Teacher - Student
Student - Student
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sources, discourse checklist, classroom
statistics form, and the daily classroom
journal, when combined, revealed a pattern that formed the category, types of
meaningful talk The items that were
similar in each data source and the items
that appeared many times in each data
source were compared with each other.
This data about meaningful talk was useful to me as a teacher because it allowed
me to focus on the classroom conditions
that provided rich discussions. I used
the Criteria for Meaningful Talk (Figure
1) as a guide for identifying the different
types of meaningful talk As I sorted
through the data my own teaching style
became apparent. The pattern I found
revealed four types of discourse that I
use in every lesson: Modeling, Telling,
Asking, and Relating. I then thought
about ways that I could expand my own
instruction and include more types of
meaningful talk On the days that were
rich in classroom talk, I found many
types of discourse were used, the class
was cooperative, the interactions were
positive, and the students were in
groups. On the days that were not rich in
classroom talk, I found very few types of
discourse were used, the class was not
cooperative, the interactions were negative, and the students were often in
rows.
In phase two, I looked at the students'
levels of interest in the lessons. A high
interest lesson is characterized by students' engagement in the lesson, by students using critical thinking in the form
of questions raised or statements made,
and by students' self-initiated work that
relates to the lesson (such as a picture
drawn or a note to me). A low interest
lesson is characterized by students' not
engaged in the lesson, by students not
using critical thinking or responses that
are off task, and by students having no
self-initiated work that relates to the lesson. A lesson is considered to be in
between high interest and low interest

environment, so I maintained a classroom statistics form to remind me to
record such information as class size,
seating arrangements (e.g., pairs, rows,
small groups), general attitude of the
class (e.g., toward me as a substitute,
toward the day's activities), and so forth
(Figure 5).
Fourth, I collected any student samples that were given to me spontaneously over the course of the day ( e.g., letters, pictures, notes). On each sample, I
noted the occasion or circumstances
under which I received the sample.
Data Analysis:
Making Sense of What I Collected
When the data was collected I looked
at the different data sources for connections to classroom talk This was done in
three phases. In phase one, I looked
across the data to categorize the range
of talk into different types of meaningful
talk. In phase two, I categorized the data
by the students' levels of interest in the
lessons. In phase three, I compared the
data in the two categories to find ways
to support meaningful classroom talk
During phase one, those items that
were directly related to classroom talk
were filed separately. Then I looked for
repetitions in the data, for days that
were similar, or for any thoughts that I
wrote in my daily classroom journal that
repeatedly illustrated rich discussions. I
looked for ideas that I wanted to use
again in the classroom. Some patterns
began developing as I sorted through the
data. The data from the discourse checklist (Figure 4) showed me what types of
talk were used in the classroom each
day. The classroom statistics form
(Figure 5) helped me to see in a more
factual way what was going on in the
classroom. It was helpful for me to keep
track of the seating arrangements and
general attitude of the class on any given
day to note ways that encouraged worthwhile classroom talk These three data
MI C HI GAN RE A DIN G JO U RNAL
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when the students respond with a combination of the items for high interest
and low interest in a lesson, as mentioned above. This data was then filed as
high interest or low interest to the students.
Next, I put the data sources related to
students' levels of interest together in
different ways to look for items that support meaningful classroom talk
Arranging the data became like putting a
puzzle together. I looked for data pieces
that fit together and then arranged those
pieces into ways that encourage worthwhile talk in the classroom. The spontaneous self-initiated student samples
showed the students were appropriating
and transforming what we discussed in
class and then publicly displaying their
knowledge in their work given to me. As
a substitute teacher I did not ask for
work from them. These were items they
volunteered to give to me. Comparing
the student samples, the discourse
checklist, and my daily classroom journal revealed another category. The similar items that were repeated in each data
source were compared. The comparison
revealed a second category, interesting
content to support meaningful classroom talk The Criteria for Meaningful
Talk (Figure 1) was used as a guide to
iaentify meaningful classroom talk On
days that were rich in classroom talk,
the students were interested in the
lessons, there were student samples
given to me, and there were many different types of discourse used during the
lessons. The content of the lessons supported the rich talk when the subject
was interesting to the students.
Phase three involved comparing the
two categories. Both categories offered
ways to support and encourage rich talk
within the classroom. The first category,
types of meaningful talk, helped me to
see what types of talk I could use to
encourage rich classroom talk My own
pattern for teaching became apparent
MI C HI GAN R E AD ING J OURNA L

and I noted ways to increase or decrease
my involvement in the classroom talk
There were times that I wanted to be
more of a facilitator and let the class do
most of the talking. At other times I
wanted to lead the class discussions.
Each different style used different kinds
of discourse within the classroom. This
category helped me to analyze what type
of discourse I wanted to use for a lesson.
The second category, interesting content to support meaningful talk, helped
me to see ways to spark student interest
in the content of the lessons to support
meaningful classroom talk By reflecting
on the data in this category I was able to
find ways to get the attention of students
as well as keep their attention during the
lesson through interesting content. So
with the two categories formed, types of
meaningful talk and interesting content
to support meaningful talk, I could compare, categorize, and analyze the data to
then reflect on ways to increase the likelihood of great classroom discussions
and rich talk during classtime.
Findings: Patterns and Connections
As I analyzed the data within the two
categories I looked for those items that
would help me to improve the classroom
talk The discourse checklist showed the
types of talk that were used in the classroom each day. Some days there were as
many as 14 different types of discourse
used, but on any given day there were at
least the same four used. The days that
had many different types of discourse
used showed me that there was much
discussion during the lesson. The days
that had only the four types of discourse
used were the days that had relatively
little discussion during the lesson and I
was the one doing most of the talking.
Certain patterns and connections
between different data sources became
apparent as I looked at the categories.
They just seemed to fit together and
when they were together they made
17
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sense. Each connection I used helped
me to find new ways to improve classroom talk.
These patterns and connections
helped me to isolate items of data that
encouraged rich classroom talk. Lessons
on the gray wolf and the Civil War were
very interesting to a third grade class.
There was rich classroom talk during
each lesson and the students gave me
spontaneous samples when the lesson
was over. The students were engaged in
the lesson and everyone was attentive
and on task during the entire lesson.
There were very few interruptions by the
students and everyone paid attention.
They were interested in the content and
appropriated and transformed the
knowledge they learned. This was seen
in the thoughtful self-initiated student
samples that were given to me. The comparison of data enabled me to improve
the classroom talk for these lessons.

The types of lessons that foster student interest in the content were important to me. I wanted to know what I
could do to improve student interest.
While analyzing the data in the second
category, interesting content to support
meaningful talk, I found there were certain ways that I could instruct that
would encourage student interest.
Sometimes asking open ended questions
supported the discussion, sometimes
allowing a period of silence let the students think through the questions, and
sometimes focusing in on the responses
of the students who were interested in
the lesson encouraged the other students to join the discussion. The lessons
on the Civil War and the gray wolf were
two very good examples of high student
interest in content lessons. The day the
lessons on the Civil War were used in
class the discourse checklist showed
there were ten types of discourse used:
answering, asking, arguing, clarifying,
demonstrating, explaining, modeling,
monitoring, paraphrasing, and telling.
The student samples were thoughtful
and in depth.

Figure 6

STUDENT SAMPLE
CIVIL WAR STUDENT SAMPLE

The Civil War was a war between
the north and the south the government thought black slaves should
be freed. The south wanted to keep
their slaves. So they had a war.
many people helped with the war,
on both sides.

Figure 8

DAILY CLASSROOM JOURNAL

"Lesson on Civil War - BIG HIT!
The class was attentive. Next time
include several battles (Antietam,
Gettysburg, etc.) and make booklets of the battles with the class."

Figure 7

STUDENT SAMPLE
GRAY WOLF STUDENT SAMPLE

The student samples displayed in the
drawings and the written items showed
how the students had transformed and
appropriated what they learned during
the lesson. In contrast, the classroom
talk was not rich during the lessons that
were not of interest to the class. For
example, during a math lesson on multiplication and division, of the eight items
listed as Criteria for Meaningful Talk

Wolf
1. a Wild animal
Somewhat like a Dog. wolves kell
Sheep and Sometimes even attack
men.
2. a, cruel greedy Person.
3. Keep the wolf from the door means
keep safe from hunger, or want.
MI CH I GAN READI NG J OURNA L
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Discussion:
So What Have I Learned?
So what? Now that I am finished with
my research project, so what? What
have I learned that is interesting and
helpful to me in the classroom? What
have I learned that would be interesting
and helpful to other teachers? When
Walt Whitman first read a piece of
Emerson, he said, "I was simmering, and
he brought me to a boil!" Before I tackled classroom talk as a research project,
I was "simmering" as a teacher. I loved
to teach - period. I had items that bothered me about my teaching and I wondered what to do with my concerns. As I
began to develop a question, plan how to
collect the data, and then begin the
research, I found I was moving from
"simmering" to "boiling". The project
was exciting to me. As I collected the
data, I began to see little ways to
improve my instruction. Wow! It was
great! The excitement continued
throughout the research project. I truly
enjoyed being a teacher-researcher.
Other substitute teachers can also
move from simmering to boiling by
reflecting on their own teaching practices. Looking at each day in the classroom to find ways to develop and
improve classroom talk can allow a substitute teacher to offer quality instruction to any class on any day. The talk in
the classroom can be the focus of
inquiry for any substitute teacher.
Simply writing in a daily classroom journal can allow a substitute teacher to
monitor his or her own instruction.
I have learned that as a substitute
teacher I can reflect on my teaching and
improve the quality of classroom talk.
There are only a few things that are
within my control as a substitute
teacher. The lessons are usually laid out
for me when I enter a classroom. The
students have their own patterns of
learning and the teacher has his or her
own pattern of teaching. I come in to

Figure 9

DAILY CLASSROOM JOURNAL

"One boy brought in the video 'Iron
Will' for the class to see. He said it
was for the lesson on the gray
wolf." I also wrote, "Most of the
class really got into this. Five boys
wanted to read the books I
checked out of the library. Several
wanted to look at the books to
draw a picture of a wolf. Almost
everyone was excited and participated in the lesson."
(Figure 1), only two of the eight items
were present: (a) the talk was related to
the lesson and (b) higher mental
processes were used. The Discourse
Checklist for the day listed: answering,
arguing, demonstrating, modeling, monitoring, and telling.
Figure 10

DAILY CLASSROOM JOURNAL

"Math. I gave the class a chapter
test after many lessons of multiplication and division. Most of the
class did poorly."
There were no student samples given
to me at the end of the day. It was a bad
day. The students were not interested in
school. The work reflected the lack of
interest in the lesson. I looked for ways
to encourage meaningful classroom talk
by pondering what I discovered in the
two categories mentioned above. My
instruction included ways to make the
lesson more interesting to the students. I
also tried to engage the students by
using more of the discourses on the
checklist.
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has the benefit of prior relationships
with the students and with followthrough of the lessons on a day to day
basis. Yet, each day in itself offers many
places to improve instruction. Simply
writing in a daily classroom journal can
be valuable for the regular classroom
teacher to improve classroom talk and
analyze how the discourse in the classroom could be improved.
Being a teacher-researcher and a substitute teacher has been a wonderful
combination. It is perhaps non-traditional to have both together, blJt it is in such
non-traditional ways that new ground is
broken in a profession. I have the privilege of seeing the classroom with eyes
when the regular teacher is not there. I
have a different focus than if I had developed relationships with the students
over time. There is not usually a chance
to follow-up on what I taught from one
day to the next day. Making the most of
each day of teaching is my goal. As a
substitute teacher I am able to look at
each day and reflect on my teaching. I
can work on improving classroom talk one day at a time.

work within the existing structure. My
goal is always to offer quality instruction. By focusing on how I can use the
different types of discourse during the
lessons and how I can make the content
of the lessons interesting, I have found
that there is richer classroom talk It is
very important for me to use self-analysis and reflection to improve my talk
within the classroom. The Daily
Classroom Journal is where I record my
thinking. Those things I want to change
or keep for future lessons are noted. By
self-analysis I am able to increase the
likelihood that the students will be
engaged in the lessons and I will be able
to teach within the zone of proximal
development and develop collective
memory while we talk during the
lessons.
I have also learned that there are certain things I greatly appreciate that the
regular classroom teacher can do to
make the classroom talk as rich as it can
be when I come in as a substitute
teacher for them. It is so helpful to have
detailed lesson plans. When I know what
the class is to do for a lesson I can spend
some time in thought to plan how to
teach the lesson. I am also very appreciative when the textbooks or lesson
materials are out and opened to the
appropriate lessons. This saves precious
time in the classroom. It also helps me
to gain a frame of reference so I know
what the class has been doing and where
they are going for a subject. It is most
helpful when a teacher leaves notes
about the individual needs of the students and I am always grateful for a list
of those students who could be of help
to me or to other students.
A regular teacher can also move from
simmering to boiling by inquiring into
ways to improve instruction within the
classroom when the substitute teacher is
not needed. Each day can be looked at
independently of other days to monitor
the classroom talk The regular teacher
MICHIGAN READING JOURNAL
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